Theoretically grounded in Tinto's model of retention and Braxton and colleagues' revisions , this study is designed to examine the applicability of the integration model to students of different racial backgrounds. Results from a sample of full-time undergraduate students at a research-extensive university suggest that (a) academic and social integrations function differently to the persistence of Black and White students, (b) financial pressure was the most consistent impediment to college retention for all students, and (c) institutional control over academic quality is critical to student retention. In addition, results show that students of different racial backgrounds do not differ significantly in their reported intention to drop out. Implications for policy and planning are discussed.
Introduction
rates of baccalaureate degree completion have remained fairly steady over the past decade at about 56% (NCES Digest of Educational Statistics, 2014) . Loss of students prior to completion is especially hard as institutions invest scarce resources to recruit and admit students. Institutional leaders and faculty members alike seek to engage students in postsecondary study in order to help increase human capital and build a strong workforce. Achieving these goals requires the success of all students who matriculate, including those from disadvantaged backgrounds.
Within the past four decades, a large volume of literature on student departure from college has amassed. Described as an ill-structured problem (Braxton & Mundy, 2001 ) that defies a single solution and as a puzzle that is of interest to scholars and practitioners (Braxton, Hirschy, & McLendon, 2004) , there are a variety of theoretical discussions that attempt to explain the phenomenon. Tinto's prominent theory points to the combination of student characteristics and institutional services and culture that affect student departure prior to graduation. Braxton, Sullivan, and Johnson (1997) Braxton, 2000; (Braxton et al., 2013) found evidence for 7 of the Tinto's 13 propositions, affirming the importance of attention to student interactions with faculty, engagement in campus activities, and provision of support services for students throughout their college years.
In the meantime, there is a growing yet still diffuse literature on retention for underrepresented racial minorities (URM; e.g., Astin & Oseguera, 2005; Hurtado & Carter, 1997; Kraemer, 1997; Nora, Attinasi, & Matonak, 1990; Nora & Cabrera, 1996) . Although Eimers and Pike (1997) found similar predictors of persistence for their sample of White and minority college freshmen, others (e.g., Tierney, 1992) suggest that factors that are influential on student departure may work differently for students with different background characteristics. Still, in practice, many college officials assume that issues related to the retention of URM students are similar to those of majority students and that retention theories created for majority populations may equally apply to nonmajority groups (Rendo´n, Jalomo, & Nora, 2004; Torres, 2006) , despite warnings against potential misuse of theories and research that do not pertain to minority populations (Tanaka, 2002) .
Given this background, our study seeks to examine whether there are systematic differences in the factors that contribute to departure for students of different racial subgroups based on the retention model by Tinto and the later revisions put forth by Braxton et al. (2004) and Braxton and Hirschy (2005) . We hope this study can offer better knowledge about the retention of URM students, particularly Black/African American (hereafter referred to as Black) students and provide insight into how and where program or policy revisions may be required in order to lower the rates of voluntary dropout of college students.
Literature and Theoretical Frameworks Guiding This Study
Student retention has been one of the most widely studied areas in higher education in the last four decades (e.g., Braxton & Hirschy, 2005; Cabrera, Castenada, Nora, & Hengstler, 1992; Donhardt, 2013; Meeuwisse, Severiens, & Born, 2010; Pascarella & Terenzini, 1977 , 1980 , 2005 Tinto, 2006) . A variety of attrition behaviors have been identified, including temporary stop-out, transfer to another institution, and voluntary withdrawal. With a goal of improving completion rates, the primary focus of academic research on departure has focused on the factors leading to voluntary withdrawal or dropout. Initially, dropout was seen as the behavioral consequence of individual attributes, motivation, and skills on the student side (Tinto, 1982) . Resulting from years of debates and considerable theoretical advancements, a heightened focus on the role of institutions in increasing student retention now exists (Braxton, Sullivan, & Johnson, 1997; Eaton & Bean, 1995; Tinto, 1993 Tinto, , 2006 ).
Tinto's Theory of Student Departure
The best-known theoretical framework on college student retention is Tinto's integration model (Tinto, 1975 (Tinto, , 1987 (Tinto, , 1993 . Tinto, 1975 Tinto, , 1987 Tinto, , 1993 views voluntary student departure as a process that occurs over a period of time due to the meanings that the student ascribes to his or her interactions with the academic and social dimensions of the college or university. Tinto (1975) purports that the student's individual characteristics (including individual attributes, family background, and high school experiences) directly influence the student's commitments to the institution, the goal of graduation, and, ultimately, the departure decision. Tinto frames academic and social integration as necessary. Academic integration represents a student's compliance with the normative academic values of the institution, such as attending classes and earning passing grades. Social integration involves the extent to which there is congruency between the student and the college or university's social systems. When the student perceives congruence with the institution's attitudes, values, beliefs, and norms of social communities, social integration has been achieved. Tinto's original theory (1975) was later extended and revised (Tinto, 1993) to distinguish formal and informal forms of integration. Briefly, academic integration manifests itself through academic achievement (formal academic integration) and interaction with the faculty (informal academic integration). Social integration refers to extracurricular activities (formal social integration) and contact with peers (informal social integration). In particular, Tinto suggested that student academic integration may be better encouraged through institutional control over teaching quality, such as having more experienced and accessible faculty members teach key first-year courses and organizing classes to be more amenable for personal contact (e.g., smaller units) between students and faculty members (Tinto, 1982 (Tinto, , 2006 ; see also Ehrenberg & Zhang, 2005; Umbach & Wawrzynski, 2005) . Throughout such revisions and suggestions, Tinto's model has maintained that a certain level of academic and social integration is required of students who wish to persist in college and to graduate successfully (Tinto, 1993) .
Critiques of Tinto's Model
Myriad studies have empirically tested Tinto's model and provided evidence to support the importance of academic and social interactions to college student retention (e.g., Hurtado et al., 2007; Meeuwisse et al., 2010; Pascarella & Terenzini, 1977 , 1980 Tinto, 1982 Tinto, , 2006 . In the meantime, the dominant application of Tinto's model in empirical research has also been attracting critiques. One shortcoming is the model's failure to address the role of finance and other factors external to the institution's immediate environment. As a matter of fact, a number of studies have focused on economic factors' influence on voluntary student withdrawal (Andrieu & St. John, 1993; St. John, 1991) and the interaction of finances with other factors (Cabrera, Nora, & Castenada, 1992; St. John, Paulsen, & Starkey, 1996) . These findings provide evidence for the importance of financial factors to student degree completion.
Another limitation of Tinto's model is the insufficient consideration of differences in the educational experiences of students from different backgrounds (Braxton et al., 1997; Tinto, 1982) . This shortcoming has attracted more debate, given that the student's cultural origins as well as the ability to understand and become involved in the campus culture are critical for persistence (Kuh & Love, 2000) . In particular, whether Tinto's model can be used to efficiently guide the retention of URM students has been a topic of research and debate.
Revisions to Tinto's Model
Researchers have proposed refined theoretical models from sociological, economic, and psychological perspectives. Among them, Braxton et al. (2004) presented revisions to Tinto's model by placing social integration as the pivotal factor in retention. Their revisions purport that student characteristics (e.g., gender, race/ethnicity, socioeconomic status (SES), academic ability, high school preparation, and self-efficacy) shape initial commitments to attaining a degree and to the institution. The student's commitment to the institution in turn influences the student's perceptions of several institutional dimensions, including the institution's commitment to the welfare of students, support from faculty and staff, and the potential for social interaction with peers. In their revisions, ability to pay is regarded more as a factor to reduce social barriers and ease integration than as a financial measure. Instead of academic integration, Braxton's revision highlights the critical role of the institution in providing quality teaching, academic advising, and other functions to encourage student engagement.
Differences Between the Retention of Majority and Minority Students
A number of studies point to differences in persistence rates between majority and minority students, and some researchers have begun to explore how aspects of identifying with a minority race or ethnicity may contribute to the departure puzzle. The findings suggest that retention rates of Black students are consistently lower than that of majority students (Leppel, 2002) ; Latinas/Latinos are among the least likely racial and ethnic groups to complete a bachelor's degree (Astin & Oseguera, 2005; Berkner, He, & Cattaldi, 2002) ; Black students typically have lower levels of knowledge about college, how to apply, and have fewer resources to pay for college (D'Augelli & Hersberger, 1993) . Furthermore, Black students who are enrolled in a predominantly White campus may feel out of place, not having a strong social support network (Harper & Quaye, 2007; Pike & Kuh, 2006) . Park (2012) purports that the challenged racial climate at traditionally White institution affects Black students' cross-racial interactions as well as overall academic success.
URMs are more likely from low socioeconomic backgrounds and those who perceive financial constraints may fail to experience social integration (Braxton et al., 2004) . Their lower degree of social integration may, in turn, lead to lower commitment to the institution. Because URM students typically have lower academic ability scores and may hold perceptions of stereotype threat (Contreras, 2005; Steele & Aronson, 1995) , they are more likely to have negative outcomes with regard to academic tasks, regardless of individual levels of aptitude. Even with strong academic backgrounds, variables such as cultural and social isolation, negative stereotypes, low expectations from teachers and peers, and nonsupportive educational environment can still affect URMs' academic performance and persistence decisions (Oseguera, Locks, & Vega, 2009 ).
Research Questions
Extant literature has supported the general patterns that student's high school experience, family context, and personal traits influence persistence in college (Donhardt, 2013; Tinto, 2006; Wells, Seifert, & Saunders, 2013; Wolniak, Mayhew, & Engberg, 2012) . For instance, the process of degree attainment differs substantially for students of different genders and racial backgrounds (Murguia, Padilla, & Pavel, 1991; Nora & Cabrera, 1996; Tinto, 1982) . Also, SES, academic performance, cognitive skills, motivation, self-efficacy, and active learning behaviors are all positively related to student persistence Choy & Bobbitt, 2000; Freeman, Alston, & Winborne, 2008; Wolniak et al., 2012) . Consistent with such findings, first generation status and low parental income appear to be related to a higher likelihood of withdrawal (Hurtado & Carter, 1997; Tinto, 2006; Wolniak et al., 2012) .
Although demographic and other external forces do indeed affect student retention, the focus of this study is student experience in the academic institution. Our rationale is that, as much as precollege and personal characteristics influence student persistence in college, institutional officials have little immediate control over students' private lives or prior experiences. A more realistic approach is to identify and focus on matters that are under the college administrators' influence. Therefore, using a sample of full-time undergraduate students at one public research university in the Southeast region of the United States, this study examines factors that contribute to student retention and whether they function differently for students in different racial subgroups. Specific research questions are as follows:
1. What are the major dimensions/factors that students report about their college experience? 2. What factors contribute to student intent to depart from the university? and 3. Do the contributing factors function differently with regard to retention for students of racial minorities, particularly Black students, when compared to majority students?
Method and Participants Participants
The participants for this study were 735 students who completed an online survey that was sent to all full-time undergraduate students at an urban public university. This university is classified as a research-extensive institution by Carnegie classification and has a higher percentage of Black students than the national average. In Table 1 , the sample of this study is compared to the target population in terms of gender, race, and class. Due to their higher numbers and propensity to respond to surveys (Porter & Whitcomb, 2005; Sax, Gilmartin, & Bryant, 2003) , it is not surprising that more females responded to the survey than their male peers. Nonetheless, the distributions by racial background and class levels in the sample are fairly close to those in the full-time undergraduate population. It is also clear that this institution has a substantially higher percentage of Black and first-generation students than the national averages.
Further analysis of the sample responses shows that roughly 66% of the participants are 22 years of age or younger, 13.5% are in the age range of 23 to 25, and 20.5% are above 25, in comparison to the population (university) distribution of 60.0%, 18.9%, and 21.1%, respectively. Additional information by race/ ethnicity is presented in Table 3 .
Instrument
The data were collected through an online survey that consisted of a total of 64 multiple-choice and open-ended questions. The first 13 questions queried respondents about their personal information, such as gender, racial background, age group, class level, major, and college grade point average (GPA). Following the demographic portion of the questionnaire, 44 multiple choice statements were provided to measure the academic and social experiences of the respondents at their undergraduate institution as well as their financial support and pressure (e.g., student loan, financial aids, work/employment, etc.). Among them were three questions about persistence: "I have seriously considered dropping out of college;" "I have seriously considered changing my major;" and "I may drop out of college if there are good-paying jobs available." The development of the items was guided by theoretical considerations; several items were modified versions of questions from empirically tested questionnaires, such as the survey used by Beekhoven, de Jong, and van Hout (2002) 1 and the National Survey of Student Engagement.
2
At the end, seven open-ended questions were provided for respondents to share further input about their experiences, expectations, and suggestions regarding institutional factors that may aid their success in degree completion. For the purpose of this study, only data from the multiple-choice items were used to answer the research questions. 
Procedures
The online survey was pilot tested with a class of undergraduate students in the institution. With the permission of the instructor, the students were encouraged to complete the online survey and provide comments on individual questions. Once the survey was finalized based on the input from the pilot group, an invitation e-mail was sent to all 11,265 undergraduate students who were enrolled full time during the fall of 2014. The e-mail briefly introduced the purpose, the sponsor, and the researchers of the study before a link to the online survey hosted at a university-partnered commercial site was provided. It was made clear that response to the survey was completely voluntary, no personal identifiable information would be collected, and all participants were guaranteed confidentiality.
Respondents were also informed that a donation of $300 would be made to a local Children's Hospital for the first 300 completed surveys as a token of appreciation. Two e-mail reminders were sent weekly following the initial invitation.
There were approximately 850 students who started the survey, but individuals who left more than half of the questions unanswered were considered incomplete and subsequently removed. As a result, this study consisted of 735 respondents with a response rate of 6%. The response rate was not ideal but produced a sufficiently large sample for this study. Also, the low response rate may be remediated by the comparable makeups between the sample and the population, as discussed previously. The final sample had a minimal amount (roughly 3-5 for most questions) of missing data.
Data Analyses
Two steps were taken in the statistical analysis to adequately answer the research questions. First, an exploratory factor analysis (EFA) was conducted to examine the structure of the multiple-choice questions and to identify factors underlying students' college experience. Principle components extraction was used along with VARIMAX rotation; the items were clustered based on the factor on which they loaded the highest. Second, multiple regression with block entry was used to determine whether the identified factors worked differently in the retention of undergraduate students of different racial backgrounds, particularly Black and White students.
Results

EFA of the Multiple Choices Questions
Respondents' answers to the 41 multiple-choice questions, excluding three questions on the types and approximate amount of financial supports, were analyzed with an EFA. A total of nine underlying factors were identified with eigenvalues greater than 1; the factor loadings of individual questions are presented in Table 2 . The first factor, with seven questions in this cluster, clearly indicates students' social interaction with peers on campus. Nine questions clustered in the second factor, which appears to be a combination of student evaluation of their learning environment and intellectual growth. All seven questions loaded on Factor 3 are related to institutional control over academic quality, such as having more experienced and accessible faculty members and organizing classes to be more amenable for personal contact between students and faculty members (Tinto, 1982 (Tinto, , 2006 ; see also Ehrenberg & Zhang, 2005; Umbach & Wawrzynski, 2005) . The four questions loaded on Factor 4 address student financial pressure, which was negatively related to their ability to pay for college education. Factor 5 consisted of questions about informal academic engagement. The four questions for Factor 6 were related to student participation in organized social activities on campus, which was different from their social interactions with peers as measured by Factor 1. The three questions in Factor 7 were concerned with different aspects of student persistence. The last two factors, 8 and 9, each had only one question. Factor 8 related to student psychosocial readiness for social engagement (Braxton et al., 2013) , whereas the last factor was clearly related to students' personal commitment to degree attainment. Altogether, the nine extracted factors accounted for 60% of total variance. As shown at the bottom of Table 2 , all multi-item factors except Factor 7 had Cronbach's alpha greater than .74, indicating good internal consistency. The three items in Factor 7 had a Cronbach's alpha ¼ .642, which is reasonable, given that the items measured conceptually different aspects of potential departure; to focus on voluntary departure from college in this study, we used only Question 34 to quantify drop-out intention in the subsequent analyses.
Regression Analyses of Racial Differences in College Retention
As there is underlying continuity for the 5-point Likert-type scale answers to Question 34, "I have seriously considered dropping out of college," we used ordinary least square (OLS) block-entry regression to examine factors contributing to student drop-out intention. With Question 34 being the dependent variable, demographic background measures were entered in the first block as control variables, including gender, first-generation status, and student's total number of "yes" answers to whether he or she had work study, loan, grant, and fee waivers, which was used as a proxy measure of SES. In the second block, factor scores measuring college experiences were entered along with class level and cumulative GPA. For each respondent, his or her responses to items belonging to the same factor were aggregated to be the factor scores. The factor scores were calculated for all the respondents for the above identified factors after reverse coding of questions 4, 10, 11, 14, and 37. All but Factor 7 were included in the models as independent variables with one minor modification: Factor 2 is divided into Factors 2a (Questions 21-23-intellectual growth) and 2b (Questions 1, 15, 17, 18, 20 , and 24-learning environment) to aid better interpretation. Descriptive information about the variables is provided in Table 3 .
Three regression models of identical structure were constructed, one for White students (n ¼ 415), the second for Black students (n ¼ 225), and the last for all other racial minorities (ORM; n ¼ 95). It is important to note that the Asian American students (n ¼ 29) in our sample are grouped in other minorities because they are not comparable with their White counterparts on a number of academic attributes; for instance, they are more likely to be first-generation college goers (46.4% vs. 32.7% for White) and have a cumulative GPA lower than 3.0 (29.6% vs. 20.9% for White). The three separate models made it possible to examine the specific factors that were influential to student departure intention in different racial groups and to identify potential racial differences in student retention.
The comparisons were mainly between Black and White students; due to limited sample size, the model for ORM is provided for reference purposes only. The full models are shown in Table 4 . The only factor that consistently influenced the departure intention of all students regardless of racial background was the ability to pay for college education (b ¼ 0.053, p ¼ .001 for White, b ¼ 0.067, p ¼ .008 for Black, and b ¼ 0.071, p ¼ .044 for ORM). Students experiencing greater financial difficulty reported stronger likelihood to drop out. Distinctive patterns were identified in the regression models showing how other factors are related to persistence for Black and White students. For White students, better academic performance, as measured by self-reported cumulative GPA, significantly reduced their departure intention (b ¼ À.203, p ¼ .005). Even though the same pattern held for ORM students (b ¼ À0.250, p ¼ .079), it is clearly absent for Black students (b ¼ À0.097, p ¼ .27). The intention to drop out also grew stronger for White students as they matriculated from freshman to upper class levels (b ¼ 0.108, p ¼ .029), but this relationship between class and persistence is not observed for racial minorities.
White students reported that a more enjoyable learning environment reduced their likelihood of degree incompletion (b ¼ À0.060, p ¼ .023), whereas the responses from minority students including Blacks indicated that it was the institutional commitment to academic quality provided in the form of better teaching, reasonable-sized classes, and easy access to faculty members for advice, which significantly and substantially reduced their departure intentions (b ¼ À0.069, p ¼ .009 for Black; b ¼ 0.093, p ¼ .004 for ORM). Also, two critical retention factors were unique to Black students. First, a strong personal commitment to completing undergraduate education on time was associated with a significantly lower intention to drop out (b ¼ 0.241, p ¼ .012); second, an individual's lack of psychosocial willingness for social engagement was significantly detrimental to college persistence (b ¼ À0.240, p ¼ .018). Interestingly, higher levels of informal academic engagement with peers and faculty outside of the classroom were related to an increased likelihood of departure for White students (b ¼ 0.066, p ¼ .008). .416 According to the regression models, social interaction with peers on campus was not a significant factor in college retention for White and racial minority students. Also, first-generation college goers did not appear to have a higher likelihood to drop out. It is worth mentioning that being the real numeric minorities in this study, ORM students had a better chance of persisting if they found a sense of community through participation in activities hosted by fraternity/sorority, residency hall, or groups of their own cultural heritage (Factor 6, b ¼ 0.092, p ¼ .094). Finally, the regression models explained approximately the same amount of variance (21-22%) in intent for departure for White and Black students.
Discussion
Factors Underlying College Student Experiences
The results of the EFA confirmed that there are indeed two important and separate dimensions that contribute to students' integration in college: an academic (Factors 2a and 5, with college GPA as the indicator of formal academic integration) and a social dimension (Factors 1 and 6 ). In particular, and consistent with Tinto's differentiation between informal and formal dimensions of social integration, responses for students' interaction with peers appear to be different from their participation in group activities offered by campus organizations. Even though both peer interaction and group participation are considered to be social integration, they work differently in the process of college student retention.
Although Tinto's model is limited in its consideration of factors such as students' ability to pay for college education (Factor 4), commitment to degree completion (Factor 9), and psychological readiness for social engagement (Factor 8), these three factors are supported by Braxton et al.'s revisions (2004) . In addition, the differences between learning environment (Factor 2b) and institutional control over academic quality (Factor 3) are also consistent with Braxton et al.'s theorization of institutional functions in student retention. First, students hold certain images and expectations about the institution they attend, and if the characteristics of the attending institution fulfilled their expectations for an enriching and supportive learning environment, students would have a positive evaluation of the institution and, therefore, a strong sense of institutional commitment. Second, control over academic quality is a more concrete demonstration of institutional commitment to student welfare. According to Braxton et al., academic advising, good teaching, and interactions with faculty all contribute to students' perceptions of institutional efforts placed on student growth and development. Thus, findings in this study provide empirical evidence for the distinctive natures of students' perceptions of the learning environment and academic quality and highlight the importance of institutional commitment to student welfare.
Influential Factors and Racial Differences in College Student Retention
In this study, responses indicated that financial pressure was the most consistent impediment to college retention for all students. This pattern is not surprising, given the drastic increase in college tuition in recent years (Baum & Ma, 2013; Farrell, 2003; Mumper & Freeman, 2005) . It is worth noting that Braxton's interpretation of the ability to pay for college extends beyond monetary consideration; rather, it is a factor that helps to lower financial concerns and to ease student participation in social communities on campus. As such, the inclusion of financial pressure may partly contribute to the lack of statistically significant relationship between students' peer interaction and their intent to drop out.
The findings also indicate strong differences in the factors influencing retention for Black and White students. White students, as the majority group, were more concerned with an enjoyable learning environment, whereas Black students were strongly influenced by institutional commitment to academic quality. In other words, availability of faculty members for academic advising and support and academic programs that make personal contact between faculty and students more accessible would be more effective in increasing the likelihood of success for Black than White students. Despite the differences, response patterns for both groups highlight the role of the institution in improving student retention. Reducing class size, making faculty members more available for interacting with and advising students and improving teaching quality are practical and effective interventions that will contribute to student persistence. Institutional commitment to student welfare will naturally lead to the formulation of a supportive learning environment for all students and improve student retention in the long run.
In addition, findings herein prompt consideration that more involvement in informal academic activities, such as study groups and discussions outside of class, was associated with a higher level of drop-out intention for White students. This finding is inconsistent with Tinto's (1993) proposition. A possible explanation is that students with more academic engagement outside of class are more likely to be those who are challenged by the learning objectives and need to invest more time and effort to overcome such difficulties. In other words, the informal academic engagement is a complication of academic underperformance, which contributes greatly to degree incompletion.
Further, better academic performance (i.e., cumulative GPA) significantly lowered the drop-out intention of White students. However, consistent with the findings by Strayhorn and Terrell (2007) , academic engagement has a limited impact on retention for Black students. For them, it is the lack of psychosocial readiness for social engagement and of personal commitment to attaining a degree that significantly increased their intention to drop out. Given the differences, institutional officials are expected to tailor the retention efforts to meet the specific needs of students of diverse backgrounds. For instance, academic units could establish a system that ensures every incoming freshman is assigned to a senior student of the same racial background to establish a mentee/ mentor relationship. The main purpose of such a mentorship is to bridge the transition into a college environment, encourage new students to be more socially proactive, and help them stay connected with peers on campus. Also, institutional officials may wish to ensure sufficient funds are allocated for academic and support services. Student engagement through a variety of tutoring and extracurricular social events can assist in increasing students' academic and social self-efficacy. In addition, it may be beneficial for the institutional and academic units to make career counseling a regular component of academic advising. The goal commitment of individuals may be strengthened if students can be provided with information about the benefits of a college degree through career planning and counseling.
Last but not least, this study finds that students of different racial backgrounds did not differ significantly in their drop-out intention. One of the major contributors to the higher attrition rates of URM students, according to the extant literature, is their sense of social isolation in predominantly White institutions (Harper & Quaye, 2007; Park, 2012; Pike & Kuh, 2006) . In this study, both Black (p < .001) and ORM (p ¼ .013) students reported significantly higher levels of formal social engagement than their White peers, and all students reported comparable levels of psychological readiness for social interaction with peers. Note that the institution is unique in terms of its higher proportion of URM students (46.4%); in particular, 32.4% of the student population is Black, which is substantially higher than the national level (13.6%). Given the significance of psychological readiness to the persistence of Black students and formal social engagement to ORM, we speculate that the institution strives to offer a welcoming and supportive diversity culture as a result of the better representation of URM students on campus and a higher proportion of Black residents in its large urban location. Our speculation is supported by the evidence that Minority Affairs Programs as a branch office of Student Affairs invite minority students to attend the annual Minority Student Mixer in order to spread awareness of the different minority organizations and services. In 2008, a peer-mentoring program was initiated to better prepare minority students intellectually, socially, culturally for the transition to the college environment. Also, Minority Affairs in collaboration with other departments/offices on campus regularly assist freshmen students by connecting them to appropriate resources and enhancing their acclimation to the university. Black History Month and Hispanic Heritage Month are celebrated annually with organized activities on campus. As such, the reduced social isolation is partly responsible for the comparable persistence across racial groups.
Practical Implications
The unique contribution of this study is that the findings demonstrated how the same group of retention factors functioned differently for students of different racial backgrounds. The primary implications are that, first, interventions to improve teaching quality and student/faculty interactions should remain the focal point in retention efforts of undergraduate institutions. And second, even for studies and practical retention programs guided by empirically tested theories, sufficient consideration of differences in the educational experiences of students from different demographic backgrounds is required in order to make the theoretical framework more applicable for effectively addressing diversity issues in higher education (Braxton et al., 1997; Hurtado & Carter, 1997; Meeuwisse et al., 2010; Tinto, 1982 Tinto, , 1993 . In particular, besides academic quality, the retention of Black students can be better improved through institutional interventions to provide accessible support and guidance from faculty, programs that encourage social engagement, and effective communications about the values associated with college degrees in occupational and economic outlook.
Finally, a critical question raised by this study is what higher education institutions can do to reduce students' financial pressure that has been identified as an impediment to retention regardless of race. Tuition hikes seem to be used as a way to keep budgeting balance by many institutions when state funding is reduced significantly in recent years. Unfortunately, empirical evidence suggested that increasing tuition transfers financial pressure to students and negatively impacts enrollment and retention. Financial policies of an institution could be particularly influential to minority student retention because they are more likely from low socioeconomic backgrounds (Braxton et al., 2004) . Therefore, institutional administrators are challenged to identify additional funding sources, such as establishing partnerships with local employers to provide internship opportunities and scholarships to students and to strategically mobilize resources in order to offer more need-based financial assistance to individuals from low SES backgrounds.
Limitations
The sample for this study comes from an urban university in the Southeast, and we do not assume the findings can be generalized to a different population without further verification. Although data come from a single institution, its higher proportion of minority students made it an appropriate location in which to collect data for this inquiry. The low response rate is a common problem to online surveys; nonetheless, it casts doubt on the reliability of the findings. Additionally, the dependent variable, the self-reported intention to drop out of college, is ordinal in nature. However, given its underlying continuity, an OLS regression is more appropriate than multinomial logit regression and renders a more straightforward interpretation of the results. Also note that the self-reported intention to drop out cannot be corroborated by official records on actual student incompletions due to the anonymous nature of data collection; however, evidence is available that suggests drop-out intention is the best predictor of voluntary departure from an institution (Bean, 1982) . Finally, in this study, very limited consideration was given to preenrollment characteristics; future studies may wish to examine the predictive power of preenrollment, such as high school academic status, on college success for a URM population.
Conclusions
This study examined the experience and persistence of a racially diverse sample of college students based on Tinto's retention model (1993) and the revisions by Braxton et al. (2004) . The findings confirmed the academic and social dimensions in student experience and supported the different functions of formal and informal academic and social integrations in student retention. Further, the results provided evidence that ability to pay for college education has become the dominant factor in student persistence. In summary, the study facilitates a better understanding about racial differences in retention needs and highlights the critical role of institutional commitment to academic quality in students' evaluations of their educational experiences and persistence to college completion.
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Notes
1. The e-mail address provided in the article (2002) is out of date, and the authors tried three different e-mail addresses based on a Google search but were unsuccessful to reach S. Beekhoven for a written permission regarding modification and reuse of the five survey items. 2. Permission was obtained to modify and use eight items for an older version of the National Survey of Student Engagement.
